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ABSTRACT
Student Achievement and Teacher Perceptions of School Climate in
Title 1 and non-Title 1 Schools
by
Jennifer Pangle

The purpose of this quantitative study was to determine if there is a significant
relationship between student achievement and teacher perceptions of school climate.
An additional purpose of this study was to determine if there is a significant difference in
teacher perceptions between Title 1 and non-Title 1 schools. The final purpose of this
study was to determine if there is a significant difference in teacher perceptions of
school climate among the schools according to overall student achievement. A series of
Spearman’s Correlation analyses were used to analyze data to determine if there was a
signific relationship between TVAAS composite scores and teacher perceptions of
school climate. A series of independent t-tests were used to determine if there was a
significant difference in teacher perceptions of school climate between Title 1 and nonTitle 1 schools. Finally, a series of one-way analysis of variance (ANOVA) were
conducted to evaluate the relationships among teacher perceptions of school climate
and TVAAS composite scores. The data that were analyzed included TVAAS composite
scores of elementary students from the Tennessee Comprehensive Assessment
Program (TCAP), Title 1 and non-Title 1 school status, and data concerning school
climate that were provided by licensed elementary teachers on the annual statewide
educator survey administered by the Tennessee Department of Education in 205
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elementary schools across Tennessee. The results of this study revealed, there was a
significant difference in teacher perceptions of engagement between Title 1 and nonTitle 1 schools. The results also revealed, there was a significant difference in the
means of teacher perceptions of environment between schools that scored 2 and 3 on
TVAAS. In general, teachers in non-Title 1 schools had a significantly more positive
perception of engagement and environment than teachers in Title 1 schools. In addition,
schools with TVAAS composite scores of 3 scored significantly lower than schools with
TVAAS scores of 2 on the measure of perception of school environment.
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Chapter 1. Introduction
School climate has been a topic of study for many years particularly in how it
impacts the learning and life of students (Oyedeji, 2017). The National School Climate
Center (2020) refers to school climate as the quality and character of school life.
Cooperative learning, respect, and mutual trust are promoted through a positive school
climate. Additionally, students are more likely to experience an increase in self-esteem,
decrease in absenteeism, higher academic achievement, and an improved connection
to adults and peers (REMS, 2018). A positive school climate also results in improved
behaviors, performance, and understanding of individuals (Oyedeji, 2017).
Tennessee Department of Education recognizes the necessity for a safe and
supportive learning environment and has taken steps to foster conditions for learning
that can contribute to the academic success of students. School climate surveys are
administered annually to measure student, parent, and teacher perceptions of the
school climate in Tennessee schools. The survey measures three areas of climate:
engagement, safety, and environment. Results from these surveys are made available
to the public (TNDOE, 2020). These data can be used by district and school leadership
teams to make changes and improvements in schools.
The No Child Left Behind Act of 2002 increased the role of the federal
government in school accountability for student outcomes. It exposed achievement
gaps among students and focused on closing those gaps. School districts were required
to report the results of standardized testing for both the student population and
subgroups of students (Klein, 2015).
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Former President Barack Obama signed the Every Student Succeeds Act
(ESSA) into law on December 10, 2015. This replaced the No Child Left Behind Act and
gave states a more significant role in school accountability. With ESSA, states not only
focus on academic achievement, but also four other academic factors: reading and
math test scores, English language proficiency test scores, graduation rates, and a
measure that is chosen by the state for elementary and middle schools. States may
choose to add a fifth factor that impacts school quality such as school climate and
safety (Team U, 2018).
Statement of the Problem
The purpose of this quantitative study was to determine if there is a significant
relationship between TVAAS scores and teacher perceptions of school climate in
elementary schools across Tennessee. An additional purpose of this study was to
determine if there is a significant difference in teacher perceptions of school climate
between Title 1 and non-Title 1 schools. Previous research was examined for
relationships between academic achievement and positive school climate. Having data
about the relationship between academic achievement and school climate could support
school leaders and school-wide initiatives to determine how a strong positive school
climate leads to stronger academic achievement and is not merely a byproduct.
Engagement, safety, and environment are the categories of school climate that
were examined in this study. This study included 669 elementary schools across the
eight CORE regions in Tennessee. The data that were analyzed included teacher
responses from selected questions from the 2019 Teacher Educator Survey concerning
climate that were directly aligned with engagement, safety, and environment.
13

Additionally, student achievement scores from the 2019 Tennessee Comprehensive
Assessment Program were also analyzed to determine if there was a significant
relationship between teacher perceptions of climate and student achievement. Finally,
data from Title 1 and non-Title 1 schools were analyzed to determine if there was a
difference in teacher perceptions of school climate between Title 1 and non-Title 1
schools.
Research Questions
The following research questions were used to guide this study.
Research Question 1: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of engagement?
Research Question 2: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of safety?
Research Question 3: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of environment?
Research Question 4: Is there a significant difference in teacher perceptions of
engagement between Title 1 and non-Title 1 schools?
Research Question 5: Is there a significant difference in teacher perceptions of safety
between Title 1 and non-Title 1 schools?
Research Question 6: Is there a significant difference in teacher perceptions of
environment between Title 1 and non-Title 1 schools?
Research Question 7: Are there significant differences in teacher perceptions of
engagement among the schools according to TVAAS composite scores (1-5)?
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Research Question 8: Are there significant differences in teacher perceptions of safety
among schools with different TVAAS composite scores (1-5)?
Research Question 9: Are there significant differences in teacher perceptions of
environment among the schools according to TVAAS composite scores (1-5)?
Significance of the Study
School climate and academic achievement have been researched for years.
While research has been conducted on the connections between school climate and
student achievement many times consideration of climate is often viewed as secondary
to achievement (Shindler et al., 2016). With the passage of the Every Student Succeeds
Act in 2015 broader non-academic indicators including student engagement, teacher
engagement, and safety are now considered when examining student performance.
Each of these standards is directly related to school climate (Spittler, 2017). This study
on an elementary population across eight core regional districts in Tennessee adds
quantitative data to the collective body of research on perceptions of school climate.
This study also adds quantitative data to the relationship between perceptions of school
climate and student achievement. School and district leaders could use this research to
examine or refine current practices that focus on the relationship between climate and
student achievement rather than viewing each as an independent factor.
Definitions of Terms
Key terms are defined to assist the reader in understanding terminology and
concepts in the study. The following terms are defined for use in this study.
Academic Achievement - The percentage of students who perform on grade level
on standardized state assessments (Tennessee Department of Education, n.d.b.).
15

Every Student Succeeds Act (ESSA) - The federal legislation that governs
elementary and secondary education in the United States. This was signed into law on
December 10, 2015 and replaced the No Child Left Behind (NCLB) (National
Association of Secondary Principals, 2021).
School Climate - The quality and character of school life that is based on patterns
of experience of school life of students, parents, faculty, and staff. These patterns reflect
norms, goals, values, interpersonal relationships, teaching and learning practices, and
the structures of the organization (TNDOE, 2021a).
School Engagement - Includes students’ sense of belonging at school through
positive relationships with their peers and faculty and staff (U.S. Department of
Education, 2021a).
School Environment - A school that has adequate facilities, classrooms with
appropriate classroom management, clear and fair discipline policy practices, and
school-based health supports (U.S. Department of Education, 2021b).
School Safety - Students are safe from violence, bullying, harassment, and
substance abuse at school and school-related activities (U.S. Department of Education,
2021d).
Student Achievement - The measure of student academic growth in math and
literacy over the course of a year for all third through fifth grade students as indicated on
TVAAS school composite data.
Tennessee Educator Survey - Annual survey that is administered by the
Tennessee Department of Education and Tennessee Education Research Alliance
(TERA) to gain insight about the experiences of educators across Tennessee. This
16

information is then used for decision-makers and stakeholders to better meet the needs
of teachers (Tennessee Department of Education, 2021a).
Title 1 Schools - Schools with an enrollment in which at least 40% of students
come from low-income families.
TVAAS Composite Effectiveness Level 1 - Significant evidence that students
made less growth than expected.
TVAAS Composite Effectiveness Level 2 - Moderate evidence that students
made less growth than expected.
TVAAS Composite Effectiveness Level 3 - Evidence that students made growth
as expected.
TVAAS Composite Effectiveness Level 4 - Moderate evidence that students
made more growth than expected.
TVAAS Composite Effectiveness Level 5 - Significant evidence that students
made more growth than expected.
Delimitations
Several delimitations are associated with this study, and they include the following:
1. This study included only public elementary schools in the eight CORE Regions of
Tennessee and did not include middle, intermediate, or high schools.
2. This study only included data from the 2018-2019 school year.
3. For a school to be included in this study, student achievement data and school
climate data must have been available for the 2018-2019 school year. If data
were missing for either variable, the school was not included in this study.
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Limitations
There are several limitations with this study, and they include the following:
1. Schools must have had a minimum return rate of 45% in order for school climate
data to be published on the Tennessee Department of Education. Therefore,
data were not available for schools with a survey return rate of less than 45%.
2. The Tennessee Educator Survey was limited to certified school personnel.
Instructional Assistants and support staff were not a part of the survey.
3. The Tennessee Educator Survey is only distributed electronically. Paper copies
were not available for completion.
4. Tennessee Comprehensive Assessment Program school composite data was
limited to Literacy and Numeracy because Science was being field-tested and
Social Studies test data was not available for third through fifth grade (TNDOE,
2019a).
Overview of the Study
This study is presented over five chapters. Chapter 1 provides an introduction to
the study, which assessed the potential relationship between TVAAS scores and
teachers’ perceptions of school climate. Additionally, Chapter 1 includes the significance
of the study, definitions of key terms, research questions, delimitations, and limitations.
A review of literature is housed in Chapter 2 and focuses on school climate including
engagement, safety, and environment. Chapter 2 also focuses on the role that school
climate may have on student achievement. Additionally, Chapter 2 focuses on school
climate and how it may have an impact on Title 1 schools. Chapter 3 details the
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methodology and the process for data collection for this study. Chapter 4 includes
results of the analysis of data. Finally, Chapter 5 contains a summary of the findings,
conclusions, and recommendations for future research and practice.
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Chapter 2. Review of Literature
Understanding the climate of an organization and how climate has an impact on
its stakeholders, particularly students’ learning outcomes continues to be a subject of
inquiry (Maxwell et al., 2017). Tennessee Department of Education (2020) describes
school climate as aspects of the school environment that make students feel
academically challenged, physically and emotionally safe, and valued and connected to
their school settings. School climate involves ensuring students’ physical, social and
emotional safety, promoting social acceptance and opportunities for participation for
students and families, creating a teaching and learning environment with high
expectations and support for learning and academic achievement for all students, while
consistently implementing fair and restorative disciplinary practices by all staff for all
students. According to Ying et al. (2014), for teachers, school climate is more than their
work environment; more than the daily schedule, and more than the challenges that
they face within their individual classrooms. For teachers, school climate also
incorporates the professional relationship between teachers and administration and an
indicator of the organization’s health.
There are numerous studies on school climate from the perspective of various
stakeholders. For example, a 2016 study by Aldridge et al. focused on students’
perception of school climate, while Jacobs, (2018) focused on the perceptions of
students, parents, and teachers. Berkowitz et al. (2017) noted that the majority of
studies have been based on student perceptions of climate, while limited studies have
focused on teachers’ perceptions of school climate.
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This chapter begins with the theoretical framework for this study which includes
Bronfenbrenner’s Ecological Systems Theory, a breakdown of Self-Determination
Theory, and Transformational Leadership Theory. These theories help provide
frameworks for explaining the relationship between school climate and student
achievement. This literature review is centered on the research of teacher perceptions
of school climate as it pertains to student achievement in the elementary school setting.
School climate is defined and the components that make up school climate are
discussed. Additionally, student achievement is discussed and connections between
school climate and achievement are identified through the literature and research.
Finally, Title 1 schools are discussed and connections between school climate and Title
1 schools are identified through literature and research.
Theoretical Framework
Ecological Systems Theory
Psychologist Urie Bronfenbrenner’s ecological systems theory (1977) explains
how human development is influenced by different types of environmental systems.
Bronfenbrenner’s Ecological Systems Theory suggests that the environment of a child is
a nested arrangement of structures, each contained within the next as shown in Figure
1 (Guy-Evans, 2020). There are five structures within Bronfenbrenner’s model – the
microsystem, the mesosystem, the exosystem, the macrosystem, and the
chronosystem. Bronfenbrenner organized the structures according to the impact that
they have on a child. Since the structures are interrelated, the development of a student
is dependent upon the relationships with one another.
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Figure 1.
Bronfenbrenner’s Ecological Systems Structure
Photo credit: https://www.simplypsychology.org/Bronfenbrenner.html

Bronfenbrenner’s Microsystem. The microsystem in Bronfenbrenner’s
Ecological Systems (1977) is the first level and is where students have immediate
22

contact. The environment, student peers, teachers, leaders, the school, and family are
elements of the microsystem. The relationship between students and elements within
the microsystem have a direct impact on each other. The interactions between an
individual and individuals in the microsystem are vital in supporting the development of
a child. Paquette and Ryan (2001) suggested that interactions both within each layer of
structures and between structures is pertinent to Bronfenbrenner’s theory. Paquette and
Ryan further suggested that influences at the microsystem level have the greatest
impact on a child.
Bronfenbrenner’s Mesosystem. The mesosystem is interconnected with the
microsystems. A positive relationship between a student’s parents and their teacher
should result in a positive impact on the student’s development. However, a negative
relationship between a student’s parents and teacher could result in a negative effect on
their development (Guy-Evans, 2020).
Bronfenbrenner’s Exosystem. The exosystem includes structures that do not
contain the student but have an impact on the student as they effect an area of the
microsystem. This system can also include social media and technology. An example of
this would be if a parent’s computer crashed and all necessary documentation for an
account at work was lost, then came home and was ill tempered with the child. This
would cause a negative effect on the student’s development (Guy-Evans, 2020).
Cultural elements such as socioeconomic status and ethnicity are components of
the macrosystem of Bronfenbrenner’s ecological systems theory. Cultural differences in
society may impact the development of a student. For example, a child who is raised in
a third world country would have different developmental experiences than a child who
23

is raised in a wealthier country (Guy-Evans, 2020). The place of children and their
caretakers in these macrosystems are of importance in determining how a child is
treated and how they interact with others in a variety of settings (Bronfenbrenner, 1977).
Bronfenbrenner’s Chronosystem. The chronosystem is the final level of
Bronfenbrenner’s ecological systems theory. This system occurs over the lifetime and
consists of all environmental changes that have in impact on development. These can
include transitions such as moving, starting school, or parents separating (Guy-Evans,
2020).
Self-Determination Theory
Psychologists Richard Ryan Ph.D. and Edward Deci Ph.D. are credited with the
development of the Self-Determination Theory of motivation (Deci & Ryan, 1985a).
Self-Determination Theory is a broad framework that defines intrinsic and extrinsic
forms of motivation which have evolved over the course of many years. Intrinsic
motivation concerns engagement in activities that people find interesting and promote
growth. Intrinsically motivated activities were originally viewed as those that individuals
found interesting and would do in the absence of consequences (Deci & Ryan, 2000).
This contrasts with Skinner’s claim that all learned behaviors are a product of
reinforcement since engaging in the activity itself was intrinsically rewarding (Skinner,
1953, as cited in Deci & Ryan, 2000). Extrinsic motivation differs from intrinsic
motivation in that the behaviors of an individual are driven by external rewards,
approval, or the avoidance of a consequence (Deci & Ryan, 2017).
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Self-determination theory suggests that when an individual’s needs for
autonomy, competence, and relatedness are fulfilled the individual can become selfdetermined.
Autonomy. The first of the basic needs as described by Deci and Ryan (2017) is
autonomy or aligning with one’s authentic interests and values. However, experiences
do not necessarily align with one’s free will. Therefore, self-determination theory views
some intentional actions as autonomous. A meta-analysis that was conducted over
three decades (Deci et al., 1999) examined and confirmed that extrinsic motivators such
as money and other contingent tangible rewards significantly undermined intrinsic
motivation. According to Deci and Ryan (2000), providing autonomy for individuals
promotes an enhanced sense of self-initiation, satisfaction, and better problem solving.
Competence. Deci and Ryan (2017) describe competence as the basic need to
feel mastery and have an effect on something. Individuals who have competence in a
given area are described as having sufficient intellect, skill, or judgment. According to
Koca (2016), competence allows students to feel confident, accepted by others, and
affords the ability to relate to others around them. Positive feedback tends to enhance
intrinsic motivation given that the individual receiving the feedback feels responsible for
the given performance. In contrast, the sense of competence diminishes when one
receives negative feedback, or the demands of a given task outweigh the person’s skills
(Deci & Ryan, 2000; Lopez-Garrido, 2021).
Relatedness. According to Deci and Ryan (2000) the need for human
relatedness or connection is constant throughout the change and cultural evolution over
time. The need for belonging provides a motivation for transmission of knowledge to
25

individuals within an organization. Equally as important as a sense of belonging is the
need to contribute to others and being a significant part of a group or organization
(Ryan & Deci, 2017).
Key Assumptions
There are two key assumptions of self-determination theory. The first one is that
people actively seek ways to grow through gaining mastery over challenges. The
second assumption is that autonomous motivation is important. Self-determination
theory focuses on the meshing of the intrinsic needs of people and extrinsic motivation
(Lopez-Garrido, 2021). Intrinsically motivated behaviors are those that are done for
enjoyment, personal interest, curiosity, or mastery. In contrast, extrinsic motivation
concerns behaviors being completed for a variety of reasons other than personal
satisfaction (Ryan & Deci, 2020). Deci and Ryan (1985a, 2000) describe selfdetermination theory as being comprised of six mini-theories:
Cognitive Evaluation Theory. Cognitive evaluation theory focuses on
conditions that facilitate intrinsic motivation instead of undermining it. Cognitive
evaluation theory suggests that intrinsic motivation will either be enhanced or
diminished depending on whether one’s need for autonomy and competence are met
(Deci & Ryan, 1985b, 2000). For example, teachers who provide supports for autonomy
by giving students choice and an opportunity for self-direction inspire curiosity and a
desire for challenge (Riley, 2016; Ryan & Deci, 2000). Whereas students who are
taught in a more controlling environment that are based on task performance learn less
effectively and lose initiative (Ryan & Deci, 2000).
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Organismic Integration Theory. Organismic Integration Theory focuses on
extrinsic motivation being dependent on the degree to which autonomy is present.
1. Externally regulated behaviors are the least autonomous of extrinsically
motivated behaviors. These behaviors are typically performed as a matter
of compliance or reward contingency.
2. Introjected regulation is the second type of extrinsic motivation. People
who are motivated by demonstrating their ability to maintain their sense of
self-worth is a classic form of introjection.
3. Regulation through identification is the third form of extrinsic motivation
and is more autonomous than the first two. Individuals engaging in this
style of behavior accept the task as personally important.
4. The final and most autonomous form of extrinsic motivation is integrated
regulation. This occurs when a given set of requirements align with one’s
values. This is closely aligned with motivation but is considered extrinsic
because the task is completed to attain something other than enjoyment.
As shown in Figure 2, the four extrinsically motivated behaviors occur
across the continuum between amotivation to intrinsic motivation (Ryan &
Deci, 2000).
Causality Orientations Theory. Causality orientations theory focuses on
causality orientations, such as trait-like characteristics that reflect one’s belief of their
ability to cause or promote change are relatively long lasting. These beliefs correspond
with the motivational pattern of individuals. The three distinct orientations are:
autonomy, control, and impersonal (Deci & Ryan, 1985b). Causality orientations theory
27

assesses the degree to which people are autonomous or intrinsically motivated; controloriented or extrinsically motivated; and impersonally oriented, which is associated with a
lack of motivation (Deci & Ryan, 1985b; Koca, 2016).
Basic Psychological Needs Theory. Basic psychological needs theory suggests
that people are driven by autonomy, competence, and relatedness. Through the support
of teachers providing the basic physiological needs of students and creating a safe
classroom environment, healthy student-teacher relationships are promoted (Koca,
2016).
Goal Contents Theory. Goal contents theory contrasts extrinsic and intrinsic
goals and their impact on motivation and wellness (Koca, 2016). This differs from goal
motives, which are autonomous or controlled, and represents why people pursue
certain goals. When teachers and students set learning goals together, students seek
challenge, become fully engaged in the given activity, and focus on overcoming the
challenge in order to experience success. Students who are oriented toward learning
goals are more intrinsically motivated, whereas performance goals are more
extrinsically motivated. It is necessary to not only consider the goals that students
pursue, but why they pursue them. This will tell if the goal was for more autonomous or
relatively controlled reasons (Deci & Ryan, 2000).
Relationships Motivation Theory. Relationships motivation theory is concerned
with the development of close relationships. In high-quality relationships, the need for
relatedness is satisfied along with the need for autonomy and competence (Deci &
Ryan, 1985a, 2000). Teacher-student relationships are powerful motivators for
autonomy and competence (Koca, 2016). Research indicated that positive teacher28

student relationships can lead to a safe and caring classroom environment and
therefore increase student motivation to learn.

Figure 2.
The Self-Determination Continuum

Transformational Leadership Theory
Sociologist James MacGregor Burns led the work of transformational leadership.
According to McCarley et al. (2016), Burns distinguished the differences between
transactional and transformational leadership in 1978. According to Burns (2003), in
order to differentiate between transactional and transformational leadership the verbs
“change” and “transform” must be precisely defined. Change occurs when one thing
takes the place of another, which aligns with transactional leadership. To transform is
when there is a change in structure or form, or a radical change of inner character.
Burns (1978) asserted that transformational leadership occurs when leaders and
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followers attend to the needs of individuals in such a way that when leaders and
followers engage with each other both parties are edified. In contrast, transactional
leadership is based on satisfying the self-interest of both the leader and their
subordinates and results in expected outcomes (Northouse, 2019).
Bernard Bass refined Burns’ previous work on transformational leadership.
According to Northouse (2019) Bass described transactional and transformational
leadership as being on the same continuum rather than being independent from one
another. Bass (1995) also suggested that transformational leadership motivates
subordinates to do more than what was required by increasing the awareness of
followers for idealized goals of the organization; to look past their own self-interest, but
rather to what is best for the organization; and to ultimately move followers to take care
of higher-level needs. Burns (2003) described this process as empowerment where
leaders encourage followers to rise up and work together for the common good of the
organization. In turn, followers may become leaders themselves. Foundational values
are evoked when people are confronted with the possibility of great change. These
values guide individuals who not only pursue change but also shape it. “Transforming
values lie at the heart of transforming leadership, determining whether leadership
indeed can be transforming (Burns, 2003, 29).”
The full range leadership model has changed over time. The three main
elements of the current model are transformational leadership, transactional leadership,
and laissez-faire leadership (Avolio et al., 1999). Transformational leaders are
characterized by the four factors of transformational leadership: idealized influence,
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inspirational motivation, intellectual stimulation, and individualized consideration (Bass
& Avolio, 1993).
Idealized influence is described by Northouse (2019) as the emotional element of
leadership. This is where leaders are viewed by their followers as having high standards
and are counted on to do the right thing. The idealized influence factor is measured
through two components: an attributional component where followers ascribe qualities
of their leader based on their perception, and a behavioral component where followers
observe the leader’s behavior.
The second factor of transformational leadership is inspirational motivation. This
factor is where the leader inspires subordinates through focus on the organization’s
vision. By using encouraging words, the efforts of group members gain a sense of
purpose to achieve more than their individual interests (Northouse, 2019). Sharing the
vision of an organization not only promotes higher levels of motivation, but also creates
an opportunity to withstand more challenges. Kouzes and Posner (2017) offered that
when leaders begin with the end in mind and find a common purpose then the common
purpose inspires others to make the vision a reality.
The third factor of transformational leadership is intellectual stimulation. Bass
(1995) described this component as where leaders model and challenge followers to be
innovative and try new approaches as they engage in careful problem.
The final factor of transformational leadership is individualized consideration.
This factor occurs when leaders act as a coach and facilitate the growth of followers as
they grow through personal challenges (Northouse, 2019). Transformational leaders
delegate responsibilities as a way of coaching and facilitating growth through skill
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development. With individualized consideration, leaders focus on teaching and coaching
employees as individuals rather than members of a group (Alahmad, 2016).
Transactional leadership consists of two factors: contingent reward and
management by exception. Avolio et al. (1999) described contingent reward as leaders
giving clarity to followers of what the expectations are and what they will receive if the
expected levels of performance are met. Deci et. al, (2001) argued that there are three
types of contingent rewards: task-noncontingent rewards, task-contingent rewards, and
performance-contingent rewards. Task-noncontingent rewards do not require the
completion of a given task, doing the task well, or engaging in the task. Individuals are
rewarded simply for participating.
Deci et. al. (2001) further broke down task-contingent rewards in two additional
categories: completion-contingent rewards, where one is rewarded for completing a
given task regardless of if the task was completed well or not; and engagementcontingent rewards which require engaging in the task, but not requiring completion of
the task. Finally, how well a person performs on a given task is considered
performance-contingent rewards. To reap the maximum benefit of the reward,
individuals must meet the standard that was set (Deci et al., 2001).
Northouse (2019) articulated management by exception as negative leadership
involving corrective criticism, negative feedback, and negative reinforcement. Two forms
of management by exception are active and passive. Active management by exception
is when leaders watch closely for rule violations and mistakes then take corrective
measures. Passive management by exception occurs when leaders address issues
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after the standards have not been attained instead of articulating expectations before a
given task.
The final leadership factor in the leadership continuum is laissez-faire. This is
representative of non-leadership or a leader who takes a “hands-off” approach
(Northouse, 2019). This leader does not give feedback, is detached, and does little to
satisfy the needs of their followers.
School Climate
School climate is more than the physical attributes of a school building. The
National School Climate Council (2007) defined school climate as:
A positive school climate includes norms, values, and expectations that support
people feeling socially, emotionally, and physically safe. People are engaged and
respected. Students, families, and educators work together to develop and
contribute to a shared school vision. Educators model and nurture attitudes that
emphasize the benefits and satisfaction gained from learning. Each person
contributes to the operations of the school and the care of the physical
environment. (p.4)
Districts who focus effectively on improving the school climate result in students
who achieve academically, are more likely to engage in the curriculum, and develop
positive relationships. Additionally, teacher turnover decreases, and teacher satisfaction
is higher (U.S. Department of Education, 2016). According to the National School
Climate Council (2007), students who collaborate with faculty, staff, and parents
develop lifelong skills such as critical thinking, problem solving skills, flexibility,
adaptability, accountability, communication, creativity, and innovative skills.
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Measuring Climate
Maxwell et al. (2017), articulated that school climate is a key predictor in
students’ emotional outcomes. It affects the social interactions between students.
School climate encompasses major areas of school life: engagement, safety, and
environment. According to the Tennessee Department of Education (2020), data is
needed to support the effectiveness of policies and allocation of resources that will bring
improvement to school climate. This data is then used to better understand the
relationship between the school climate and academic achievement. The Tennessee
Department of Education includes the components of engagement, safety, and
environment in the school climate measurement model as shown in Figure 3
(Tennessee Department of Education, 2021a).
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Figure 3.
Tennessee School Climate Model
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Tennessee Department of Education lists school engagement as one of the three
main components of school climate (Tennessee Department of Education, 2020).
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School-based licensed teachers in Tennessee were asked questions about their
perceptions of school climate as it pertains to school engagement on the Tennessee
Educator Survey. Tennessee Department of Education created the Tennessee School
Climate Model which indicates five components of school engagement:
1. Supportive peer relationships: A peer environment that is considered respectful,
cooperative, trusting, caring, and helpful ensures an environment where students
feel safe and supported.
2. Supportive relationships with teachers: Teachers and Instructional Assistants are
an integral component in supporting students as they grow in developing a sense
of accomplishment, self-esteem, and feelings of efficacy.
3. Supportive relationships with school leadership: School level leaders set the
climate of a school that defines how individuals interact with one another. School
administrators should be available to relate to students with respect, concern,
and openness.
4. Parental involvement: Welcoming parents in the school and involving them in
student learning along with school events build relationships that contribute to
school connectedness for students.
5. School connections and learning supports: Students who feel supported and are
valued members of the school environment feel a sense of security and
meaningful involvement.
According to Wentzel and Ramani (2016) creating a positive school climate can
be challenging. One of the greatest challenges is ensuring that students feel included
and supported so they can perform to the best of their abilities. Faculty, staff, and
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administration can help students achieve a sense of belonging by showing students that
they care about them personally, and that their education is a top priority. The approach
that both parents and teachers take to motivation have a significant impact on student
learning. More controlling climates promote external regulation, which can lead to
behavior problems and eventually students dropping out of school (Ryan & Deci, 2017).
Koca (2016) indicated that students were more engaged, worked harder, and
demonstrated a greater level of commitment to do well when they were in a positive and
supporting environment. Thapa et al. (2013) suggested that one of the most important
aspects of school climate is supportive relationships. Schools that foster positive
relationships between peers, with teachers, and school leaders cultivate a climate for
social, emotional, and academic growth. Thapa et al. (2013) conducted research that
indicates supportive relationships with school leadership are associated with improved
mental health, yet students who do not benefit from these relationships tend to
experience a decrease in mental health outcomes.
Parent-teacher relationships are also important in fostering a student’s academic
growth. Parental involvement can involve attending school functions, volunteering, or
helping with homework. Hughes and Kwok, (2007) study support that parent’s attitude
toward education is a predictor in how student engagement and participation in the
classroom.
Supportive Peer Relationships. Supportive peer relationships occur when
students treat their classmates with respect, care about each other, and provide
emotional support for each other (Madill et al., 2014). Students who perceive having
supportive peer relationships have been associated with greater intrinsic motivation.
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Previous research supports that students who experience positive interpersonal
relationships are more likely to perform better in school than students who lack
supportive relationships (Kiuru et al., 2012; Ladd et al., 1999; Roorda et al., 2011). Kiuru
et al. (2014) conducted research to follow up on their previous research that consisted
of 2,137 students who were followed from the time they were in kindergarten to fourth
grade. The study focused on supportive interpersonal environments and student
academic performance. The interpersonal environments were characterized by
authoritative parenting, positive teacher relationship, and peer acceptance. The results
showed an increase in sustained effort in each interpersonal environment. Additionally,
there was a positive association between academic performance and each supportive
relationship.
Supportive Relationships with Teachers. The classroom environment which is
generated by the teacher is an integral component of student engagement. According to
Deci and Ryan (2000), supportive relationships between students and teachers are
important in fostering academic growth. Deci and Ryan further stated that selfdetermination theory suggests that student achievement scores are higher when
teachers are connected with their students and support student psychological needs.
Students work harder, are more intrinsically motivated, and demonstrate higher
academic achievement levels when there is a positive relationship between student and
teacher. Teachers who use autonomy-supportive strategies tend to have students who
demonstrate competence through increased levels of engagement and higher selfesteem than teachers who use more controlling teaching strategies (Marshik et al.,
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2017). Autonomy-supportive strategies are used by teachers who refrain from
motivating students through pressure and contingency. Instead, they provide
opportunities for self-initiation and choice while also offering timely positive feedback
(Deci et al., 1994, as cited in Vansteenkiste et al., 2006). The use of autonomy-support
strategies allows teachers to identify, nurture, and build on the strengths of each
student. Autonomy support can be broken into three categories: organizational
autonomy support, procedural autonomy support, and cognitive autonomy support.
Organizational autonomy support allows for students to choose their group members
along with due dates for a given assignment. Procedural autonomy allows students to
choose how to display their work and what materials they are going to use to
accomplish the assignment. Cognitive autonomy gives students the freedom to debate
ideas, make decisions, and find multiple solutions to solve given problems. These
categories allow students to be more comfortable in the way the classroom operates,
stronger engagement in learning activities, and engagement for initial learning to occur
(Nunez & Leon, 2015). According to O’Hara (2017) having structure and supporting
students’ autonomy allows for a better classroom environment.
Hofferber et al. (2014) conducted research to examine the effects of an
autonomy supportive environment verses controlling teachers’ behavior on student
achievement. Pre-assessment data and post-assessment data were used in the quasiexperimental study. The data suggested that there was a significant difference in the
academic achievement of students who were taught by an autonomy-supportive
teacher.
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Deci et al. (2001) further examined their previous meta-analysis (Deci et al.,
1999) and the results from the perspective of educational practice. Their findings
indicated that positive feedback has a positive effect on intrinsic motivation in college
age students, but not children. However, positive feedback can also have a negative
impact on intrinsic motivation if the feedback is given in a controlling manner. Upon
further examining tangible rewards, Deci et al. (2001) found that expected tangible
rewards have a greater negative impact on children than on college age students in
addition to significantly undermining intrinsic motivation. They further articulated that it is
important for teachers to consider facilitating intrinsic motivation by providing student
choice to promote creativity and conceptual understanding and carefully think about
how and when to use rewards.
Supportive Relationships with School Leadership. The Tennessee
Department of Education (2021a) described supportive relationships with school
leadership as one where school leaders set the climate of the school and how
individuals interact with one another. Within the domains of leadership styles and types,
a key component of success for educational leadership holds true in the attitudes a
leader imparts on their staff via day-to-day interactions. Northouse (2019) describes
leadership as a process where common goals are achieved through an individual’s
influence on a group of individuals. According to the Mid-Atlantic Regional Educational
Laboratory (2019) effective principals are almost as significant as teachers are to
student achievement. Five skills that effective principals exhibit is:
1. Establishing and communicating a clear vision that is comprised of high
expectations where all students have the opportunity to experience success.
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High expectations for all students are a key component to closing the
achievement gap between subgroups and raising overall student achievement.
2. Establishing a climate and culture where learning is the daily focus for both
adults and students. This collaborative culture provides a sense of community
and pride for staff, is responsive to student needs, and is safe and orderly.
3. Cultivating leadership in others where community and parental involvement are
enhanced and delegating responsibility to staff to be surrounded by a community
of leaders.
4. Improving instruction through professional development so that both students
and teachers experience continuous learning and growth. Effective principals are
frequently in classrooms to provide constructive feedback through both formal
observations and informal walkthroughs.
5. Fostering school improvement through managing people, data, and processes.
Effective principals develop schoolwide plans by analyzing data as they progress
monitor and make decisions for next steps to move the learning community
forward. A sense of involvement and a shared understanding in school
improvement is built through collaboration with teachers. Finally, effective
principals approach school staffing diligently when hiring and removing
individuals.
According to Allen et al. (2015) principals can improve teachers’ perceptions of
school climate by removing obstacles that impede on their ability to focus on instruction
and exhibiting collaborative decision-making. In turn, teachers become more effective
as necessary supports and resources are provided for teachers which positively impact
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the school climate. McCarley et al. (2016) conducted a multi-level analysis that
examined teacher perceptions of the degree a principal engages in transformational
leadership and school climate. Data from the study indicated that there was a significant
relationship between all the factors of transformational leadership and three of the five
factors for school climate (supportive behavior, engaged behavior, and frustrated
behavior). Data from this study also indicated a significant negative relationship
between frustrated teacher behavior and transformational leadership. The data from the
study also supported that administrators who are more transformational are perceived
as being more supportive. Moolenaar et al. (2010) further indicated that there was a
boost in teachers’ job satisfaction, an increased participation in decision making and
commitment to school improvement, and successful implementation of innovations from
working for administrators who engage in transformational leadership.
Parental Involvement. Positive connections between the school and parents
play a significant role in the education of a child. A key understanding for the success of
a child is the importance of this partnership. Partnerships between families and schools
can promote positive student behavior, engagement, and a sense of connectedness.
Family involvement with their child’s school can help improve the school climate through
making connections and reinforcing social and emotional learning that has been taught
at school and recruiting other families to become involved with the school (U.S.
Department of Education, 2021d).
Parental involvement in school is a key element to the educational success for
students and remains a key pillar in the process of education finding a foothold within
the realms of practicality and implementation. Parent involvement can include
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participating in a variety of avenues such as attending school functions, volunteering,
attending parent-teacher conferences, or helping with homework. Maintaining an open
line of communication between the school and home lead to the enhancement of the
school environment and positively contribute to student school-related outcomes
(Berkowitz et al., 2021).
Parents who feel welcomed at their child’s school are more likely to get involved.
Explaining to parents a variety of ways to be more involved may not only lead to greater
parental involvement but may also increase learning opportunities for students (OECD,
2016). For example, an improvement with school health and higher perceptions of
safety was experienced when parents worked with students and staff members
throughout the school year to develop school rules for appropriate conduct and then
target action projects (Voight et al., 2016).
Berkowitz et al. (2021) described urban schools as those where parental
involvement is crucial and could demonstrate a positive impact on student academic
outcomes. Characteristics of urban schools were described as having a large number of
students, mostly of ethnic minority who also come from a lower socioeconomic status.
Additionally, within the urban schools, English language learners were also prevalent.
School Connections and Learning Supports. A sense of belonging and feeling
acceptance are a key component of a student’s ability to trust and take risks in the
classroom. Building a classroom climate where students experience belonging and are
accepted can lead to stronger achievement (Shindler et al., 2016). Voight et al. (2016)
articulated that creating opportunities for students to have a voice in the classroom may
improve school climate. This can be accomplished through creating class norms, and
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students serving on smaller committees to work toward solutions after identifying
problems within the school.
School Safety
School safety is the second component that the Tennessee Department of
Education identifies as an element of school climate. In order for students to focus on
learning while at school, the environment must be one where students are physically
safe, free from exposure to substance abuse, free from bullying, and accepting of
differences (TNDOE, 2020). Thapa et al. (2013) indicated that schools without
supportive norms, structures, and relationships are more likely to experience an
increase in violence, peer victimization, increased levels of truancy, and a reduction in
academic achievement. Schools that fairly and consistently enforce the rules shape how
safe people feel in school.
Physical Safety. Physical safety for students at school is described as being
free from any threats of harm toward themselves and their personal property (TNDOE,
2020). Concerns of students engaging in high-risk behaviors such as substance abuse,
violence against self or others are measured nationwide. The Youth Risk Behavior
Surveillance System monitors health problems that contribute to the leading causes of
death as well as social problems among youth in the United States. Data from the Youth
Risk Behavior Surveillance System suggest that in 2019, 19.5% of students in the
nineth through twelfth grade who attended public and private schools throughout the
United States were bullied on school property during the 12 months prior to the survey
which is administered during the spring semester every other year. Additionally, data
revealed that 2.8% of the students surveyed carried a weapon on school property up to
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30 days prior to taking the survey. Students threatened or injured with a weapon on
school property also increased from 6% in 2017 to 7.4% in 2019 (Centers for Disease
Control and Prevention, 2020).
Freedom from Substance Abuse. Substance abuse such as alcohol, tobacco,
and other drug use is associated with other harmful behaviors and negatively impacts
students’ ability to achieve academically (TNDOE, 2019d). Earnshaw et al. (2018)
conducted a study to determine whether bullying and peer victimization of students in
the fifth grade were at an increased risk of substance abuse during mid to late
adolescence. The data supported an association between students who were bullied or
victimized by peers in fifth grade were more likely to engage in alcohol, tobacco, and
marijuana in the tenth grade. The data further revealed that students who were bullied
more frequently in the fifth grade exhibited an increase in symptoms associated with
depression in the seventh grade. This data was also consistent for students in the
seventh grade who experienced an increase in symptoms of depression and students
who participated in the use of alcohol, tobacco, and marijuana.
Freedom from Bullying. Yang et al. (2018), describe bullying as the most
common form of violence experienced at school. According to the Center for Disease
Control (2021), nearly 14% of public schools report bullying as a discipline issue that
occurs at least one time per week. Bullying can occur in many ways, with the most
common being physically, verbally, relationally, or digitally. The National Center Against
Bullying (2021, February) describes bullying as an ongoing deliberate misuse of power.
With the bully increasing in power, the victim loses power. This imbalance in power can
result in negative health consequences not only for victims, but also for the bullies and
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bystanders as well. Victimization can lead to poor academic achievement, poorer
health, depression, mental health issues, and suicidal ideation (Menesini & Salmivalli,
2017).
Gomes et al. (2020) suggest that the effects of bullying negatively impact both
the bully and the victims’ academic achievement. School climates where bullying
impacts the classroom environment are more likely to have students who engage in
self-sabotage behaviors which include lack of effort. The emotions that a victim,
aggressor, or observer experience from bullying behaviors lead to potentially negative
outcomes within the school setting such as a poor classroom behavior, motivation, or
academic achievement (Kustani et al., 2020).
Acceptance of Differences. A positive school climate can potentially lessen
negative experiences that students may otherwise face. Students with differences such
as a low-income family, single parent home, racial or cultural minorities experience
fewer discipline issues and increased student growth when there are positive
perceptions of climate (Birkett et al., 2009). Sanders et. al. (2018) examined the
relationship between student perceptions of school climate and student achievement of
students who were English Language Learners as well as students with disabilities.
Results from this study supported a positive relationship between positive climate and
student achievement for all students. The strongest relationship between school climate
and academic achievement was the subgroup of students with disabilities. The
relationship was approximately twice as strong as their peers without disabilities.
In contrast, students who attend schools that are not accepting of differences
may have both academic and social difficulties. For example, Birkett et al. (2009)
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suggested that students who are lesbian, gay, bisexual, or transgender (LGBT)
experience difficulty adjusting as they move from elementary to middle school. A study
was conducted using a stratified sample of 31,896 middle and high school students in
California from 2013-2015 to examine the size of gender identity-related discrepancies
in school experiences of transgender and non-transgender youth and student
perceptions of school climate. Data revealed that in comparison of non-transgender
students, transgender students were more likely to be truant due to depression,
engaging in substance abuse, feeling unsafe, and being suspended. Additionally,
transgender students were more likely to experience being bullied, have lower grades,
and expressed a more negative perception of school climate than their non-transgender
peers (Day et al., 2018).
Racial and Ethnic Differences. There has been an increase in diversity among
students over the past 20 years. According to the National Center for Education
Statistics (deBray et al., 2019), the population of students has increased by 500,000
between 2000 and 2017. Over the course of 17 years, the percentage of students who
are White and Black decreased. The percentage of students who are Black decreased
from 15% to 14% and the percentage of White students decreased from 62% to 51%.
While the percentage of Black and White students decreased from 2000 to 2017 the
percentage of students who are from other racial or ethnic backgrounds increased.
Hispanic students increased by 9% and the percentage of Asian students increased
from 3% to 5%. Students who are Pacific Islander and American Indian/Alaska Native
remained at less than one half of one percent and one percent respectively. Students
who are two or more races doubled from 2% to 4% over the course of these 17 years.
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Figure 4 displays the percentage distribution of the United States resident population of
5-year-old to 17-year-old children, by race/ethnicity for the years 2000 and 2017.

Figure 4.
Distribution of the U.S. Resident Population 5 to 17 Years Old, by Race / Ethnicity
2000 and 2017

Thapa et al. (2013) suggested that racial school climate is associated with
student growth and achievement. For example, a study conducted by Mattison and Aber
(2007), showed that positive perceptions of the school racial climate were associated
with lower discipline issues and higher student achievement. Jones et al. (2020)
articulated that using strategies to improve school climate could improve academic
performance for students of color. Character education programs taught in school help
students develop a sense of citizenship, morals, and character (Thapa et al., 2013). In
order to measure or modify the school climate, consideration must be given that
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students of color have different experiences in school than white students (Konold et al.,
2017). A study was conducted to examine the relationship between achievement gaps
and the racial climate gap among middle schools in California. A sample size of 466
schools were surveyed to examine Black – White and Hispanic – White school climate
gaps. The middle schools with a significant population of both Black and White
students, Black students reported poorer safety and connectedness and adult-student
relationships than White students. The middle schools with a significant Hispanic –
White population, Hispanic students reported poorer safety and connectedness, adultstudent relationships, and opportunities for meaningful student participation. In the
schools where these gaps were larger, the achievement gap was also more significant.
Data further revealed that students of all ethnic backgrounds had a more positive school
experience in schools that had a strong norm of respect for diversity, curricula that
reflected ethnic backgrounds, and trained staff in multicultural competencies (Voight et
al., 2015). Additional research described that both the achievement gap and discipline
gap are more significant among black and Hispanic students than white students
(Konold et al., 2017; Shirley & Cornell, 2012).
Socioeconomic Status. In examining the relationship between socioeconomic
status and school climate, Berkowitz et al. (2017) conducted research that focused on
the associations between socioeconomic background, school climate, and academic
achievement. The results from this study revealed that classroom and school climate
are key predictors of academic achievement, even when controlling socioeconomic
status. Data further revealed the negative effects of poor socioeconomic status on
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academic achievement are lessened when students experience positive classroom and
school climates. Within this understanding, an increase in academic achievement is
attributed the social – emotional elements of a classroom and school environment that
determine positivity.
School Environment
Tennessee Department of Education (2020) detail that supportive discipline,
academic challenge, and approval of the physical environment are components of
school environment. Charlton et al. (2020) describe the environment of the school as
one that includes a variety of aspects such as the physical conditions of the school,
cleanliness of the building, teacher retention rates, available technology, and student teacher ratios. Given today’s increased accountability, the learning environment and
school climate have become a more significant factor when considering the impact that
it has on student achievement (Allen et al., 2015).
Supportive Discipline. Schools where rules are regularly and effectively
enforced experience lower rates of peer victimization and misbehavior (Thapa et al.,
2013). Wentzel and Ramani (2016) asserted use of fair and restorative disciplinary
practices that are consistently implemented is a key aspect of the school environment.
Schools with harsh discipline and poor climates increase the risk of students dropping
out of school. Additionally, this can lead to substance abuse and further negative
behaviors. Many times, the difference between fair discipline and harsh discipline
comes in the determination of a school climate, and if the treatment is student-centered
or based on another prioritization.
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According to the Tennessee Department of Education (2021c) the Response to
Instruction and Intervention for Behavior (RTI2-B) Framework focuses on teaching
students appropriate behavior instead of taking a punitive approach to developing
positive relationships between students, faculty, and staff. Additionally, through
implementing RTI2-B with fidelity, schools can expect to experience the following:
•

an increase in positive interactions

•

a positive school climate

•

a proactive approach to crisis

•

an increase in instructional time

•

an increase in leadership opportunities for staff, parents, and students

•

an increase in student academic achievement

•

a decrease in chronic absenteeism

•

a decrease in the number of office discipline referrals

•

a decrease in suspensions
The Tennessee Department of Education (2021c) describes Response to

Instruction and Intervention for Behavior as a multi-tiered approach to behavior that
consists of three tiers. Data-based decisions are made by the school’s behavior team
which meets regularly to identify students who need behavioral support in addition to
interpreting data to ensure that tiered interventions meet the needs of students. These
teams take into consideration a variety of data. When determining the appropriate tier
placement and mode of intervention, multiple sources of data should be considered.
These data should consist of attendance, grades, office referrals, universal screenings,
and requests for assistance from teachers, parents, or other students. While
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determining placement, both quantities data points and qualitative accounts from
classroom teachers are important. Furthermore, the consistency of these conversations
and the understandings of teachers and staff make for an environment allowing such
determinations and changes in order to take action.
All students in the school receive tier one instruction and a system of supports.
Tier one focuses on expectations that are clearly taught, positive behaviors that are
reinforced, consistent consequences for inappropriate behavior, and ongoing data
collection to guide in decision making (Tennessee Department of Education, 2021c).
The framework for school rules that is effectively enforced has a return of lower student
misconduct. Consistency and fair enforcement are factors in how safe people feel while
in school. Additionally, structure and support from adults have been linked to lower
suspension rates (Thapa et al., 2013).
Tier two interventions address the needs of approximately 15% of the school
population and are provided in addition to tier one supports for students who struggle
with social, emotional, and behavior skills. Interventions for students who receive tier
two may occur in a small group setting. Evidence-based interventions such as token
economy, check-in-check-out, social skills clubs, and mentoring are used at this level
and are designed to target identified areas of deficit such as coping, organization, and
self-management. These interventions promote a positive school climate where
students learn behaviors that are necessary to experience success in school
(Tennessee Department of Education, 2021c).
The Tennessee Department of Education (2021c) indicated that tier three
interventions support three to five percent of the students in the school and are
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designed to support students who received tier two interventions with fidelity but
continue to behave in a manner that interferes with their academic and social progress.
Students who recently experienced trauma or have been significantly impacted by
trauma may require tier three interventions. Additionally, students who engage in
dangerous behavior that is harmful to themselves or others may require tier three
interventions. Tier three interventions are designed to address the behavior at a more
intense level than tiers one or two while teaching a replacement behavior. These
interventions provide students with the greatest level of support to promote a positive
school climate that allows students the potential to experience success in school.
Interventions for students who receive tier three support occur daily and often
occur individually rather than in a small group. Continued data collection and
interpretation is essential. A functional behavior assessment (FBA) is a powerful tool to
provide the behavior team with additional insight about what the student gains from an
inappropriate behavior and identify interventions. The use of evidence-based
interventions focuses on previous interventions, teaching new behaviors, and
consequence strategies to support desired behaviors that lead to improving
engagement both socially and academically so that students have the opportunity to
experience academic success (Tennessee Department of Education, 2021c).
Response to Instruction and Intervention for Behavior and restorative practices
are sometimes perceived as being exclusive of one another, but are not (Smith et al.,
2015). Restorative practices incorporate the principles of RTI2-B with the focus on
proactively building healthy relationships and a sense of community. Relationships
between students and teachers, peer relationships, and teacher to teacher relationships
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can improve when restorative practices are integrated into the fabric of the school
community. Restorative practices allow individuals who may have committed harm to
not only take responsibility for the harm that was committed, but also understand how
the behavior had an impact on others, take action to repair the harm, and make
changes to ensure the behavior does not occur in the future (Schott Foundation, 2014
March).
Academic Challenge. A key dimension of school climate is teaching and
learning. Consistency between school leaders and teachers through defining norms,
setting goals, and instilling values set the tone for the learning environment.
Consistency between administration and staff lends itself to a positive climate, just as
consistency between staff and students lends itself social and academic growth; the two
are symbiotic in nature. Moreover, a positive school climate promotes trust and respect.
Thapa et al. (2013) conducted research that suggested a positive school climate
influenced student growth over the course of several years.
A research study was conducted by Shindler et al. (2016) to examine the
relationship between school climate and student achievement in urban school districts
across five states consisting of 230 schools. The study compared the School Climate
Assessment Instrument from the Alliance for the Study of School Climate (ASSC)
survey results with the Academic Performance Index and Similar School Rating scores
which measured student achievement in California. Eight dimensions of climate were
examined in the study:
•

School appearance and physical plant

•

Faculty relations
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•

Student interactions

•

Leadership decision making

•

Discipline environment

•

Learning environment

•

Attitude and culture

•

School – community relations
The results of the study confirmed a strong relationship between the school

climate and academic achievement. The study further suggested that the quality of
climate holds a greater potential for reaching students at both a social and academic
level and appears to be the strongest factor in promoting student achievement.
Physical Environment. Charlton et al. (2020) noted an association between the
physical environment and student achievement. Improving the school environment by
including stakeholders to be a part of planning, developing, and implementing school
improvement projects establishes a common standard for school climate measures and
student achievement.
Evanshen and Faulk (2019) assert that the physical environment can lead to a
positive classroom climate, which is necessary to engage student learning. The physical
environment is comprised of multiple characteristics including sensory, design,
aesthetic, nurturing, and pedagogical. The physical environment within the classroom
promotes positive interactions for social learning through the arrangement and design of
furniture. Students who are encouraged to move and feel comfortable within the
classroom benefit from opportunities to collaborate with their peers, as well as engage
in independent learning. These types of environments, hosting more opportunities for
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positive engagement, maximize the potential for participation from all students, and
build momentum for future participation of at-risk and students typically identified as
non-engaged. Furniture that is arranged so that flexible workspaces for individual work,
partner work, small group instruction, and whole group instruction promotes active
engaged learners rather than passive receivers of information.
Government’s Role in School Climate and Achievement
Every Student Succeeds Act. President Obama signed the Every Student
Succeeds Act (ESSA) into law on December 10, 2015. This replaced the No Child Left
Behind (NCLB) Act which was enacted in 2002. The Every Student Succeeds Act
focused on the educational quality for all students so they would be prepared for
success in college and careers, using their abilities to seek natural vocations based on
learned skills (U.S. Department of Education, 2015a). The Every Student Succeeds Act
acknowledges a significant relationship between student learning and a positive school
climate. The law not only requires state data for climate and safety in the annual school
report cards, but also allows for administrators to establish learning environments where
all students have the opportunity to be successful (National Association of School
Psychologists, 2021). Tennessee fully implemented ESSA during the 2017 – 2018
school year. The Tennessee Department of Education (2018) developed nine ESSA
implementation resources for districts to follow:
•

Standards are reviewed by the state of Tennessee every six years. The
Tennessee academic standards are a common set of expectations in each
content area that students will be able to do by the end of the current grade level.
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•

Early foundations and literacy instruction ensure that students learn how to
decode words in context which leads to deeper comprehension.

•

State assessments are used to measure the depth of knowledge of the
Tennessee Academic Standards, produce data for both student achievement and
student growth.

•

All means all supports individualized learning opportunities for students with a
specific focus for students with larger gaps in proficiency.

•

District empowerment provides districts the ability to make decisions that are
best for their students.

•

Districts use accountability frameworks that are focused on increasing student
achievement for all students, especially those who are the furthest behind.

•

Educator supports provide workforce preparation and development for current
and future educators.

•

Districts have the opportunity to improve priority schools using evidence-based
strategies to support strong leadership, a supportive learning environment, and
effective instruction.
Title 1. Title 1 originated in 1965 under President Lyndon B. Johnson’s War on

Poverty. The bill has since been reauthorized under the Bush administration as No
Child Left Behind and then under the Obama administration as the Every Student
Succeeds Act. The purpose of Title 1 is to close educational achievement gaps by
providing all students the opportunity to receive an equitable and high-quality education.
Schools with an enrollment of at least 40% of students who come from low-income
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families are eligible to receive Title 1 funds. These funds are used to supplement local
and state school funding so that schoolwide programs for all students in Title 1 schools
have the opportunity to meet challenging academic standards in an effort to improve
student achievement (U.S. Department of Education, 2015b).
Tennessee Value Added Assessment System. The Tennessee Department of
Education provides measures of student progress to individual districts, schools, and
teachers. The Tennessee Value Added Assessment System (TVAAS) focuses on the
growth of students over time rather than their achievement level. TVAAS began
reporting to school districts in 1993 and later expanded reporting to schools and
teachers by 1996. The Tennessee Department of Education and Education Value
Added Assessment System (EVAAS) monitor the criteria necessary to make sure there
are a sufficient number of items on the TCAP Assessment per subject, grade level, and
year that the assessment is administered. Student test data are provided to EVAAS
each year and are incorporated into a database that links student data together over
time. These data are checked each year to ensure that the correct data are assigned to
each student and assist in the determination by which teachers are qualified as effective
educators. These qualifiers are based on student score compared to the projected
score per the data table created through the student’s data participation within the state
assessment program. The distribution of scale scores is also examined each year. The
scales must meet three requirements: stretch, reliability, and relevance. Stretch
indicates whether the scale allows student growth to be measured for both very lowachieving and very high achieving students. Since growth is being measured, reliability
is imperative. A base year is used to set the expectation of growth over time and
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content. Both stretch and reliability are checked each year using the statewide
distribution of scale scores each year before the full test data are given. An additional
requirement is that tested material correlate with standards that students are expected
to master at each grade level (SAS ® EVAAS ® Statistical Models and Business Rules
of TVAAS Analyses, n.d.).
Chapter Summary
In the age of increased accountability, there is constant tension between
accountability of academic achievement and a social-emotional prioritization. In
consideration of these factors also comes the understandings of educators about school
climate as it connects to school culture. Over time there has been an increase in
measuring student perceptions of school climate and a decrease in examining the
perceptions of teachers, school staff, and families (Berkowitz et al., 2017). The goal of
this study is to determine if there is a significant relationship between student
achievement and teacher perceptions of school climate. A positive school climate
supports the whole child and promotes the long-term development and success of all
students. Educators can positively impact students by developing relationships with
parents, cultivating a climate of positive peer relationships where differences are valued
instead of criticized, and encouraging a strong work ethic and perseverance. Through
creating a positive climate, students have an increased opportunity to demonstrate an
increase in academic growth. The focus of the study is to better understand the
characteristics of climate as it impacts student growth and learning. A positive
relationship between student growth and climate provides potential opportunity for
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educators and leaders to be reflective and build on areas of strength and strengthen
practices both individually and schoolwide.
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Chapter 3: Research Methodology
The purpose of this study was to determine if there was a significant relationship
between TVAAS composite scores and teacher perceptions of school climate. In
addition, the researcher examined the perception of climate in Title 1 and non-Title 1
schools. Finally, the researcher examined the relationship between TVAAS composite
scores and teacher perceptions of school climate. The dependent variable in this study
was TVAAS scores for questions 1 through 6. The independent variable was teacher
perceptions of identified aspects of school climate for Research Questions 1, 2, and 3.
The independent variable for Research Questions 4, 5, and 6 was whether schools are
Title 1 or non-Title 1. The factor variable for Research Questions 7, 8, and 9 was
TVAAS composite scores which included 5 groups of effectiveness levels: 1, 2, 3, 4,
and 5. The dependent variable was teacher perceptions of environment. The Statistical
Package for the Social Sciences (SPSS) was used to calculate results for a significant
relationship between TVAAS composite scores and teacher perceptions of school
climate; to calculate results for a significant difference in teacher perceptions of school
climate between Title 1 and non-Title 1 schools; and to calculate results for a significant
difference in teacher perceptions of school climate among schools according to TVAAS
composite scores (1-5). A quasi-experimental design was used for this study because
public data already existed, and the collection of additional data was not necessary.
This chapter describes the reason the research was conducted, research design,
population studied, data collection, and data analysis.
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Research Questions and Null Hypotheses
The following research questions and corresponding null hypotheses were used
to guide this study.
Research Question 1: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of engagement?
Ho1: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of engagement.
Research Question 2: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of safety?
Ho2: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of safety.
Research Question 3: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of environment?
Ho3: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of environment.
Research Question 4: Is there a significant difference in teacher perceptions of
engagement between Title 1 and non-Title 1 schools?
Ho4: There is not a significant difference in teacher perceptions of engagement between
Title 1 and non-Title 1 schools.
Research Question 5: Is there a significant difference in teacher perceptions of safety
between Title 1 and non-Title 1 schools?
Ho5: There is not a significant difference in teacher perceptions of safety between Title 1
and non-Title 1 schools.
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Research Question 6: Is there a significant difference in teacher perceptions of
environment between Title 1 and non-Title 1 schools?
Ho6: There is not a significant difference in teacher perceptions of environment between
Title 1 and non-Title 1 schools.
Research Question 7: Are there significant differences in teacher perceptions of
engagement among the schools according to TVAAS composite scores (1-5)?
Ho7: There are not significant differences in teacher perceptions of engagement among
the schools according to TVAAS composite scores (1-5).
Research Question 8: Are there significant differences in teacher perceptions of safety
among schools with different TVAAS composite scores (1-5)?
Ho8: There are not significant differences in teacher perceptions of safety among
schools with different TVAAS composite scores (1-5).
Research Question 9: Are there significant differences in teacher perceptions of
environment among the schools according to TVAAS composite scores (1-5)?
Ho9: There are not significant differences in teacher perceptions of environment among
the schools according to TVAAS composite scores (1-5).
Instrumentation
The Tennessee Educator Survey is a tool that the state of Tennessee uses to
gather feedback from teachers, administrators, and certified personnel in an attempt to
understand the perceptions of educators in Tennessee. Results from the survey provide
feedback about what is working well and what improvements need to be made.
Aggregate results from the survey are sent to school leaders and districts that have a
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45% or higher response rate in June. Results are made available to the public in
August.
The 2019 survey window was open from March 5th through April 19th. This
allowed ample time for participants to complete the survey. Educators receive
personalized invitations through email to complete the survey. Participants who
experienced issues accessing the survey were encouraged to reach out for support
through a given email address. In an effort to encourage participation, schools who
have at least a 45% participation rate have an opportunity to win grants for their school
(TNDOE, n.d.a.). In 2019, 62% of Tennessee educators completed the survey by
sharing their thoughts on various school climate categories. This is the highest
percentage of educators who participated in the survey since 2012. Feedback from the
survey aids in creating goals at the state, district, and school level (TNDOE, 2019c).
The data of teacher perceptions of school climate were collected from the
Tennessee Educator Survey conducted in 2019 by the Tennessee Department of
Education for this study. The survey included questions on the following topics:
1. climate
2. School Leadership
3. rigor
4. time use
5. parental engagement
6. empowered teachers
7. support
8. policies and practices
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For purposes of this study, public elementary schools from each core region in
Tennessee with data listed for the 2018-2019 school year were included in the sample.
Teachers answered questions that were used for this study using a four-point Likert
scale and selecting one of four categories consisting of: Strongly Disagree, Disagree,
Agree, or Strongly Agree. Teacher Educator Survey questions were answered
anonymously and cannot be traced back to the individual who took the survey.
In order to measure school engagement, respondents were asked to select one
of four options: Strongly Disagree, Disagree, Agree, or Strongly Agree for each of the
following statements:
1. The staff feels comfortable raising issues and concerns that are important to
them with school leaders.
2. The school provides meaningful opportunities for parents to partner with staff
in the school to support student learning.
3. Teachers are encouraged to participate in school leadership roles.
4. Students treat adults with respect at this school.
5. Our school staff is a learning community in which ideas and suggestions for
improvement are encouraged.
In order to measure school safety, respondents were asked to select one of four
options: Strongly Disagree, Disagree, Agree, or Strongly Agree for each of the first four
of the following statements and Never, Rarely, Sometimes, or Frequently for the fifth
item.
1. Students in my school are often threatened and bullied.
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2. I feel prepared to respond to any type of emergency situation that may occur
at my school.
3. I feel safe at my school.
4. Staff at this school have an effective process for solving problems.
5. School leadership is adequately visible and available to address staff /
student needs.
In order to measure school environment, respondents were asked to select one
of four options: Strongly Disagree, Disagree, Agree, or Strongly Agree for each of the
following statements:
1. School leadership effectively handles student discipline and behavioral
problems.
2. There is an atmosphere of trust and mutual respect within this school.
3. Teachers at my school have high expectations for all students.
4. Teachers in my school are allowed to focus on teaching students with minimal
interruptions.
5. My curriculum / instructional materials are engaging to my students.
The Tennessee Educator Survey is administered annually to teachers,
administrators, and certified staff. The Tennessee Department of Education and the
Tennessee Education Research Alliance have partnered for almost a decade to create
the Tennessee Educator Survey. Educators are encouraged to participate in the
Tennessee Educator Survey. The survey is voluntary and confidential. Neither district
nor school leaders have access to individual results. Aggregate results from the survey
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are sent to school leaders and districts with a response rate of 45% or higher in June.
The survey window is open each year from February 25th through May 1st. This allows
ample time for participants to complete the survey. Educators receive personalized
invitations through email to complete the survey. Participants who experience issues
accessing the survey are encouraged to reach out for support through a given email
address. In an effort to encourage participation, schools who have at least 45%
participation have an opportunity to win grants for their school. In 2019, 62% of
Tennessee educators completed the Educator Survey (TNDOE, 2019b).
The Tennessee Department of Education provides measures of student progress
to individual districts, schools, and teachers. The Tennessee Value Added Assessment
System (TVAAS) focuses on the growth of students over time rather than their
achievement level. TVAAS began reporting to school districts in 1993 and later
expanded reporting to schools and teachers by 1996. The Tennessee Department of
Education and Education Value Added Assessment System (EVAAS) monitor the
criteria necessary to make sure there are a sufficient number of items on the TNReady
Assessment per subject, grade level, and year that the assessment is administered.
Student test data are provided to EVAAS each year and are incorporated into a
database that links student data together over time. These data are checked each year
to ensure that the correct data are assigned to each student. The distribution of scale
scores is also examined each year. The scales must meet three requirements: stretch,
reliability, and relevance. Stretch indicates whether the scale allows student growth to
be measured for both very low-achieving and very high achieving students. Since
growth is being measured, reliability is imperative. A base year is used to set the
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expectation of growth over time and content. Both stretch and reliability are checked
each year using the statewide distribution of scale scores each year before the full test
data are given. An additional requirement is that tested material correlate with standards
that students are expected to master at each grade level (SAS ® EVAAS ® Statistical
Models and Business Rules of TVAAS Analyses, n.d.).
The Tennessee Value-Added Assessment System (TVAAS) is a measure that is
used by Tennessee to measure student growth in a year, relative to other students in
Tennessee who took the same assessment that year (Tennessee Department of
Education, n.d.b.). This measure also makes it possible to determine the impact that a
teacher has on student learning. Academic growth is calculated annually since it relates
to student performance on the Tennessee Comprehensive Assessment Program
(TCAP) (State Collaborative on Reforming Education, 2017). TVAAS composite scores
range on a scale of 1, 2, 3, 4, 5 where 1 is significant evidence that students did not
meet the growth standard; 2 is moderate evidence that students did not meet the growth
standard; 3 is evidence that students met the growth standard; 4 is moderate evidence
that students exceeded the growth standard; and 5 is significant evidence that students
exceeded the growth standard (SAS ® EVAAS ® Statistical Models and Business Rules
of TVAAS Analyses, n.d.).
Population and Sample
The population selected for this study consisted of data from 669 public
elementary schools in the eight Core Regions of Tennessee: East Tennessee, First
Tennessee, Mid-Cumberland, Northwest, South Central, Southeast, Southwest, and
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Upper Cumberland. An alphabetical list of these schools was assembled and grouped
according to their core region (see Appendix A).
A stratified sample consisting of 203 elementary schools was created by
randomly selecting 30% of the elementary schools from each core region by using an
online random generator. Only public elementary schools that had climate data from
certified school-based personnel and overall TVAAS composite data available for the
2018-2019 school year were included in the data. Table 1 displays a breakdown of the
population of public elementary schools for each core region and the sample size for
each core region.
Table 1.
Tennessee Core Region Population and Sample Size
Core Region
East Tennessee
First Tennessee
Mid-Cumberland
Northwest
South Central
Southeast
Southwest
Upper Cumberland
Totals:

Stratified
Sample Size
35
25
51
11
17
22
25
17
203

Population
114
81
170
36
57
72
83
56
669

Title 1
14
14
18
6
7
14
15
11
99

Non-Title 1
21
11
33
5
10
8
10
6
104

Data Collection
The climate data used for this study was obtained from the Tennessee Educator
Survey results. Climate data were collected from the Tennessee Department of
Education’s website. Tennessee Educator Survey data were compiled from the 2019
survey.
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The school composite data for TCAP student growth were taken from the
Tennessee Department of Education’s website. Schools received a 1, 2, 3, 4, or 5
depending on student growth on the TCAP standardized test for 2019.
Data for Title 1 schools for the 2018-2019 school year were collected from the
Tennessee Department of Education Profile Data Files. These data files provide
enrollment figures, the number of students in each demographic classification, and the
percent of students who belong to families that are economically disadvantaged
(TNDOE, n.d.a.).
Data Analysis
A series of Spearman Correlations was used to determine if there are a
significant relationship between TVAAS scores and teacher perceptions of school
climate in terms of engagement, safety, and environment for Research Questions 1, 2,
and 3 respectively. A series of independent t-tests was used to determine if there were
any significant differences in teacher perceptions of engagement, safety, and
environment between Title 1 and non-Title 1 schools for Research Questions 4, 5, and 6
respectively. A series of one-way analysis of variance (ANOVA) were conducted to
evaluate the relationships among teacher perceptions of engagement, safety,
environment, and TVAAS composite scores for Research Questions 7, 8, and 9
respectively. All data were analyzed at the .05 level of significance.
Chapter Summary
The goal of this study is to determine if there is a relationship between teacher
perceptions of TVAAS scores and school climate. An additional goal of this study is to
determine if there is a difference in teacher perceptions of school climate between Title
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1 and non-Title 1 schools. The final goal of this study is to determine if there are
significant differences in teacher perceptions of school climate among the schools
according to TVAAS composite scores (1-5). A positive school climate teaches the
whole child and promotes the long-term development and success of all students. This
is done through the development of relationships with parents, cultivating a climate of
positive peer relationships in which differences are valued instead of criticized, and a
strong work ethic and perseverance are encouraged. When provided a positive climate,
students have an increased opportunity to demonstrate an increase in academic
growth. A positive relationship between climate and student achievement provides an
opportunity for educators and leaders to be reflective and build on areas of strength and
strengthen practices both individually and schoolwide.
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Chapter 4. Findings
Data were analyzed to determine if there was a significant relationship between
TVAAS composite scores and teacher perceptions of school climate. Data were also
analyzed to identify any significant differences in teacher perceptions of school climate
between Title 1 and non-title 1 schools. Finally, data were analyzed to determine if there
were significant differences in teacher perceptions of school climate among the schools
according to TVAAS composite scores (1-5).
Research Question 1: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of engagement?
Ho1: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of engagement.
A Spearman’s rank correlation was conducted to evaluate whether there was a
significant relationship between TVAAS composite scores and teacher perceptions of
engagement. There was a weak negative correlation between TVAAS composite scores
and teacher perceptions of engagement, r (1013) = -.002, p = .945, ns. Therefore, the
null hypothesis was retained. In general, there is not a significant relationship between
TVAAS composite scores and teacher perceptions of engagement. In summary,
schools with high TVAAS scores do not necessarily have high teacher perceptions of
engagement. Figure 5 shows the relationship between TVAAS composite scores and
teacher perceptions of engagement.
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Figure 5.
TVAAS Composite Scores and Perceptions of Engagement Among Elementary Schools

Research Question 2: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of safety?
Ho2: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of safety.
A Spearman’s rank correlation was conducted to evaluate whether there was a
significant relationship between TVAAS composite scores and teacher perceptions of
safety. There was a weak negative correlation between TVAAS composite scores and
teacher perceptions of safety r (1013) = -.035, p = .259. Therefore, the null hypothesis
was retained. In general, there is not a significant relationship between TVAAS
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composite scores and teacher perceptions of safety. In summary, schools with high
TVAAS scores do not necessarily have high teacher perceptions of safety. Figure 6
shows the relationship between TVAAS composite scores and teacher perceptions of
engagement.
Figure 6.
TVAAS Composite Scores and Perceptions of Safety Among Elementary Schools

Research Question 3: Is there a significant relationship between TVAAS composite
scores and teacher perceptions of environment?
Ho3: There is not a significant relationship between TVAAS composite scores and
teacher perceptions of environment.
A Spearman’s rank correlation was conducted to evaluate whether there was a
significant relationship between TVAAS composite scores and teacher perceptions of
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environment. There was a weak negative correlation between TVAAS composite scores
and teacher perceptions of safety r (1013) = -.033, p = .290. Therefore, the null
hypothesis was retained. In general, there is not a significant relationship between
TVAAS composite scores and teacher perceptions of environment. In summary, schools
with high TVAAS scores do not necessarily have high teacher perceptions of
environment. Figure 7 shows the relationship between TVAAS composite scores and
teacher perceptions of environment.
Figure 7.
TVAAS Composite Scores and Perceptions of Environment Among Elementary Schools
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Research Question 4: Is there a significant difference in teacher perceptions of
engagement between Title 1 and non-Title 1 schools?
Ho4: There is not a significant difference in teacher perceptions of engagement between
Title 1 and non-Title 1 schools.
An independent-samples t-test was conducted to evaluate whether teacher
perceptions of engagement differed significantly between Title 1 and non-Title 1
schools. A significant difference was found between teacher perceptions of engagement
at Title 1 schools and teacher perceptions of engagement at non-Title 1 schools, t
(1013) = 5.193, p < .001. Therefore, the null hypothesis was rejected. Cohen’s D was
calculated to be .32 which indicated a medium effect size. The 95% confidence intervals
for the difference in perception scores ranged from .20 to .45. An examination of the
group means indicated that, in general, teachers in non-Title 1 schools (M = 3.222, SD
= .312) had a significantly more positive perception of engagement than teachers in
Title 1 schools (M = 3.109, SD = .382). Figure 8 shows the difference in teacher
perception of engagement between Title 1 and non-Title 1 schools.
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Figure 8.
Teacher Perceptions of Engagement for Title 1 and Non-Title 1 Schools

Research Question 5: Is there a significant difference in teacher perceptions of safety
between Title 1 and non-Title schools?
Ho5: There is not a significant difference in teacher perceptions of safety between Title 1
and non-Title 1 schools.
An independent-samples t-test was conducted to evaluate whether teacher
perceptions of safety differed significantly between Title 1 and non-Title 1 schools. A
significant difference was not found in teacher perceptions of safety between Title 1 and
non-Title 1 schools, t (1013) = 1.291, p = .197. Therefore, the null hypothesis was
retained. Cohen’s D was calculated to be .08 which indicated a small effect size. The
95% confidence intervals for the difference in perception scores ranged from -.042 to
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.204. An examination of the group means indicated that, in general, teachers in nonTitle 1 schools (M = 3.069, SD = .701) did not have a significantly different perception of
safety than teachers in Title 1 schools (M = 3.014, SD = .633). This suggests that
teachers at Title 1 and non-Title 1 schools have similar perceptions of school safety.
Figure 9 shows the 95% confidence intervals for teacher perception of safety.
Figure 9.
Teacher Perceptions of Safety for Title 1 and Non-Title 1 Schools

Research Question 6: Is there a significant difference in teacher perceptions of
environment between Title 1 and non-Title schools?
Ho6: There is not a significant difference in teacher perceptions of environment between
Title 1 and non-Title 1 schools.
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An independent-samples t-test was conducted to evaluate whether teacher
perceptions of environment differed significantly between Title 1 and non-Title 1
schools. A significant difference was found in teacher perceptions of environment
between Title 1 and non-Title 1 schools, t (1013) = 3.415, p < .001. Therefore, the null
hypothesis was rejected. Cohen’s D was calculated to be .214 which indicated a
medium effect size. The 95% confidence intervals for the average perception score
ranged from .091 to .338. An examination of the group means indicated that in general
teachers in non-Title 1 schools (M = 3.094, SD = .391) had a significantly more positive
perception of environment than teachers in Title 1 schools (M = 3.008, SD = .411).
Figure 10 shows the difference in teacher perceptions of environment between Title 1
and Non-Title 1 Schools.
Figure 10.
Teacher Perceptions of Environment for Title 1 and Non-Title 1 Schools
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Research Question 7: Are there significant differences in teacher perceptions of
engagement among schools with different TVAAS composite scores (1-5)?
Ho7: There are not significant differences in teacher perceptions of engagement among
schools with different TVAAS composite scores (1-5).
A one-way analysis of variance was conducted to evaluate the relationships
among teacher perceptions of engagement and TVAAS composite scores. The factor
variable, TVAAS composite score, included 5 groups of effectiveness levels: 1, 2, 3, 4,
and 5. The dependent variable was teacher perceptions of environment. The ANOVA
was not significant, F (4, 1010) = 1.74, p = .14. Therefore, the null hypothesis was
retained. The strength of the relationship between teacher perceptions of engagement
and TVAAS composite scores, as assessed by η2, was small (.01). The results indicate
that teacher perceptions of engagement were not significantly different among schools
with different TVAAS composite scores. The means and standard deviations for the five
TVAAS scores in the domain of environment are reported in Table 2.
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Table 2.
Means and Standard Deviations of TVAAS Composite Scores in the Area of
Engagement
____________________________________________________
TVAAS Composite Scores
N
M
SD
____________________________________________________
1

190

3.19

.33

2

140

3.23

.29

3

275

3.14

.32

4

150

3.14

.40

5
260
3.17
.40
_____________________________________________________
Research Question 8: Are there significant differences in teacher perceptions of safety
among schools with different TVAAS composite scores (1-5)?
Ho8: There are not significant differences in teacher perceptions of safety among
schools with different TVAAS composite scores (1-5).
A one-way analysis of variance was conducted to evaluate the relationships
among teacher perceptions of safety and TVAAS composite scores. The factor variable,
TVAAS composite score, included 5 groups of effectiveness levels: 1, 2, 3, 4, and 5.
The dependent variable was teacher perceptions of safety. The ANOVA was not
significant, F (4, 1010) = .381, p = .822. Therefore, the null hypothesis was retained.
The strength of the relationship between teacher perceptions of safety and TVAAS
composite scores, as assessed by η2, was small (.01). The results indicate that teacher
perceptions of safety were not significantly different among schools with different
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TVAAS composite scores. The means and standard deviations for the five TVAAS
scores in the domain of safety are reported in Table 3.
Table 3.
Means and Standard Deviations of TVAAS Composite Scores in the Area of Safety
____________________________________________________
TVAAS Composite Scores
N
M
SD
____________________________________________________
1

190

3.07

.66

2

140

3.09

.72

3

275

3.02

.64

4

150

3.03

.69

5
260
3.02
.68
_____________________________________________________
Research Question 9: Are there significant differences in teacher perceptions of
environment among schools with different TVAAS composite scores (1-5)?
Ho9: There are not significant differences in teacher perceptions of environment among
schools with different TVAAS composite scores (1-5).
A one-way analysis of variance was conducted to evaluate the relationship
between teacher perceptions of environment and TVAAS composite scores. The factor
variable, TVAAS composite scores included 5 groups of effectiveness levels: 1, 2, 3, 4,
and 5. The dependent variable was teacher perceptions of environment. The ANOVA
was significant, F (4, 1010) = 2.68, p = .031. Therefore, the null hypothesis was
rejected. The strength of the relationship between teacher perceptions of environment
and TVAAS composite scores, as assessed by η2, was small (.01).
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Because the overall F test was significant, post hoc multiple comparisons were
conducted to evaluate pairwise difference among the means of the five groups. A Tukey
procedure was selected for the multiple comparisons because equal variances were
assumed. There was a significant difference in the means between schools that had
TVAAS composite scores of 2 and schools that had TVAAS composite scores of 3.
Specifically, schools with TVAAS composite scores of 3 scored significantly lower than
schools with TVAAS composite scores of 2 on the measure of perception of school
environment (p = .016). However, there were no significant differences in the means
among schools with other TVAAS composite scores. The 95% confidence intervals for
the pairwise differences, as well as the means and standard deviations for the five
TVAAS composite scores, are reported in Table 4. Figure 11 shows the 95% confidence
intervals for teacher perceptions of environment between overall TVAAS composite
scores.
Table 4.
Means, Standard Deviations and 95% Confidence Intervals of Pairwise Differences
TVAAS
Composite

N

M

SD

1

190

3.07

0.38

2

140

3.14

0.33

-.05 to .19

3

275

3.01

0.38

-.16 to .44

-.24 to -.02

4

150

3.03

0.45

-.16 to .08

-.24 to .02

-.09 to .13

5

260

3.04

0.43

-.13 to .08

-.21 to .02

-.06 to .13

1

83

2

3

4

-.10 to .12

Figure 11.
Teacher Perceptions of Environment Among TVAAS Composite Scores

84

Chapter 5. Discussion, Conclusion, and Recommendations
This chapter includes a summary of the findings, conclusions, and
recommendations for practice and implications for future research. Over time there has
been an increase in measuring student perceptions of school climate and a decrease in
examining the perceptions of teachers, school staff, and families (Berkowitz et al.,
2017). Efforts to improve school climate result in students who achieve academically,
are more likely to engage in the curriculum, and develop positive relationships.
Additionally, teacher turnover decreases, and teacher satisfaction is higher (U.S.
Department of Education, 2016). This study served to determine if there was a
significant relationship between TVAAS composite scores and teacher perceptions of
climate - engagement, safety, and environment. Additionally, this study was also to
determine if there were significant differences in teacher perceptions of climate between
Title 1 and non-Title 1 schools. Finally, this study was to determine if there were
significant differences in teacher perceptions of school climate among the schools
categorized by TVAAS composite scores (1-5). This study included school-based,
licensed elementary teachers across Tennessee. The purposeful sample of schools
included Title 1 and Non-Title 1 elementary schools in Tennessee.
Discussion and Conclusions
Research Questions 1 through 3 focused on the relationship between TVAAS
composite scores and teacher perceptions of engagement, safety, and environment
respectively. The researcher found that there is not a significant relationship between
TVAAS composite scores and teacher perceptions of engagement, safety, or
environment. These findings are in contrast to previous research that found student
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achievement scores aligned with teacher perceptions of engagement, safety, or
environment (Hofferber et al., 2014; Kiuru et al., 2012; 2014; Ladd et al., 1999; Roorda
et al., 2011).
Research Questions 4 through 6 focused on the difference in teacher
perceptions of engagement, safety, and environment between Title 1 and non-Title 1
schools respectively. The researcher found that there is a significant difference in
teacher perceptions of engagement between Title 1 and non-Title 1 schools. In addition,
the researcher found that there is a significant difference in teacher perceptions of
environment between Title 1 and non-Title 1 schools. In general, teachers from nonTitle 1 schools had a significantly higher perception of engagement and environment
than teachers from Title 1 schools. This supports Wentzel and Ramani’s (2016)
research that creating a positive school climate can be challenging.
Research Questions 7 and 8 focused on significant differences in teacher
perceptions of engagement and safety among schools with different TVAAS composite
scores (1-5). The researcher found that there is not a significant difference in teacher
perceptions of engagement and safety among schools with different TVAAS composite
scores (1-5). This is contrary to previous studies that found significant differences in
engagement and safety among schools according to their achievement scores (Allen et
al., 2015; TDOE 2021a, 2021b; Thapa et al., 2013).
Research Question 9 focused on significant differences in teacher perceptions of
environment among schools according to TVAAS composite scores (1-5). The
researcher found that there is a significant difference in the means between schools that
had a TVAAS composite score of 2 and schools that had a TVAAS composite score of
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3. In general, teachers who taught at schools with a TVAAS composite score of 2 had
higher perceptions of environment than teachers who taught at schools with a TVAAS
composite score of 3. Although there was not a significant difference in teacher
perceptions of environment between schools with TVAAS composite scores of 3-5,
there was a gradual increase in teacher perceptions of environment as TVAAS scores
increased. The significant difference between schools with overall TVAAS composite
scores of 2 and 3 does not support or refute the literature.
Implications for Practice
The quantitative data analysis in this study revealed there are significant differences
in teacher perceptions of engagement between Title 1 and non-Title 1 schools; teacher
perceptions of environment between Title 1 and non-Title 1 schools; and teacher
perceptions of environment at schools that had a TVAAS composite score of 2 and
schools that had a TVAAS composite score of 3. The following implications for practice
emerged as a result of the current study:
1. District and educational leaders should implement school climate surveys that
are given to students, parents, and Instructional Assistants. The data from these
surveys in addition to the educator perception survey should be analyzed to
make decisions both as a district and individual schools. There should be a form
of action research, or an action plan developed based on feedback.
2. District and school level leaders should add school culture and teacher care to
the school improvement plan and make it a priority for teams such as leadership
and hospitality to assist with the deficit.
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3. District and school level leaders should gather input from families about different
types of family engagement that would be meaningful and supportive to them as
a family and a school community. This input could build on school climate by
improving instructional and community support.
4. District and school level leaders should analyze differences in perceptions of the
environment between Title 1 and non-Title 1 schools. A qualitative study could
give additional input of more effective ways for staff to feel supported in the
school environment both at individual schools and as a district.
Recommendations for Future Research
Based on the results of this study and literature reviewed for this study, further
research on the relationship between student achievement and teacher perceptions of
elementary school climate is needed. Additionally, further research on the relationship
of teacher perceptions of climate between Title 1 and non-Title 1 schools is needed.
Finally, additional research on the relationship of teacher perceptions of school climate
among the schools according to TVAAS composite scores (1-5) is needed. This study
was not intended to determine the causation of the relationship; the intent was to
determine if a relationship existed. Based on the resulting significant relationships
between student achievement and school climate, the recommendations for future
research include:
1. In addition to teacher perceptions of school climate, future studies should be
considered that include a variety of stakeholders such as parents, students, and

88

Instructional Assistants. This would allow for a more complete picture of the
school climate.
2. Qualitative studies should be considered in the future so that stakeholders have
the opportunity to express the reasoning for their perceptions instead of
answering a survey that is measured on a Likert scale. This would allow for a
more in-depth analysis of the data and provide information to move student
achievement and school climate in a more positive direction.
3. Additional metrics should be included such as pay, community, and workforce
data to assist with demographics that can influence the data when determining
school climate.
4. Compare significant differences among TVAAS composite scores and teacher
perceptions of school climate that are pre-pandemic and post-pandemic.
Summary
The researcher found a significant difference in teacher perceptions of
engagement between Title 1 and non-Title 1 schools; a significant difference in the
means of teacher perceptions of environment between Title 1 and non-Title 1 schools;
and a significant difference in the means of teacher perceptions of environment
between schools that scored a 3 and a 2 on TVAAS. Teachers from non-Title 1 schools
had significantly more positive perceptions of engagement and environment. Teachers
from schools with overall TVAAS composite scores of 2 also had a higher perception of
environment than teachers at schools with overall TVAAS composite scores of 3.
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Several implications for practice were derived from this study including the
consideration of district and school level administrators to implement studies where
multiple stakeholders have an input about school climate. These data should be
considered and used to implement improvements for school climate. Additionally, data
from Title 1 and non-Title 1 schools should be examined by district and school leaders
to be aware of differences and outcomes associated with negative school climates.
While some results of this study were significant and support limited previous
research, several recommendations for additional research were presented. Further
research is needed to examine more in-depth reasons of teacher responses on the
climate surveys. Additional research that examines the perceptions of family
engagement from parents and guardians is also needed so that Title 1 funds can be
allocated more effectively. This data will support the effectiveness of policies and
allocation of resources that will bring improvement to school climate (Tennessee
Department of Education, 2020).
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APPENDIX: Tennessee Public Elementary Schools

East Tennessee

First
Tennessee

MidCumberland

Adrian Burnett
Ball Camp
Bean Station
Bearden
Beaumont
Belle Morris
Blue Grass
Bonny Kate
Bowers
Boyds Creek
Briceville
Brickey McCloud
Carpenters
Caryville
Cedar Bluff
Central
Christenberry
Clinton
Copper Ridge
Corryton
Dandridge
Dogwood
Dyllis Springs
Eagleton
Eaton
Elk Valley
Fairview
Fairview
Foothills
Fountain City
Friendsville
Gap Creek
Glenwood
Grand Oaks
Green Magnet
Math and Science
Academy
Halls
Hardin Valley
Highland Park
Huntsville
Jacksboro
Jefferson
Jellico
John Sevier
Jones Cove
Joppa
Kingston
LaFollette
Lanier
Lenoir City
Loudon
Luttrell
Mary Blount
Maynard
Maynardville
Middlesettlements
Midtown
Midway
Montvale
Mount Horeb
Mt. Olive
New Center
New Hopewell
New Market
Norris

Abraham
Lincoln
Alpha
Andrew
Jackson
Andrew
Johnson
Avoca
Baileyton
Blountville
Bluff City
Boones Creek
Bridgeport
Carter's
Valley
Centerview
Central
Central
Heights
Cherokee
Chuckey
Church Hill
Cloudland
Cosby
Debusk
Del Rio
Doak
Doe
Eastview
Edgemont
Emmett
Fairmont
Fairview
Marguerite
Fall Branch
George
Washington
Glenwood
Hancock
County
Happy Valley
Harold
McCormick
Hawkins
Hillcrest
Holston
Hunter
Indian
Springs
John Adams
John F.
Kennedy
John Hay
Jonesborough
Keenburg
Ketron
Lake Ridge
Lamar
Lincoln
Heights
Love Chapel
Manley
Miller Perry
Mooresburg
Mosheim
Mountain City

Amqui
Andrew
Jackson
Ashland City
Barfield
Barksdale
Beech
Bellshire
Benny C. Bills
Bethesda
Bethpage
Black Fox
Blackman
Bransford
Brown's Chapel
Buchanan
Burt
Byars Dowdy
Byrns Darden
Carroll Oakland
CarterLawrence
Castle Heights
Cedar Grove
Centennial
Chadwell
Charlotte Park
Cheatham Park
Christiana
Clovercroft
Clyde Riggs
Coles Ferry
Coopertown
Crestview
Crieve Hall
Cumberland
Heights
Dan Mills
David Youree
Dickson
Dodson
Dover
DuPont
Eakin
East Cheatham
East Robertson
Elzie D Patton
Erin
Erma Siegel
Fairview
Fall-Hamilton
Franklin
George A
Whitten
Gladeville
Glendale
Glenellen
Glenview
Goodlettsville
Gower
Grassland
Greenbrier
Guild
Hapreth Valley
Harold B.
Williams

Northwest
Alamo
Bells
Black Oak
Briarwood
School
Camden
Central
Dresden
Dyer
East
Fifth
Consolidated
Finley
Friendship
Gadsden
Henry
Hillcrest
Holice Powell
Holladay
Lakeland
Lakewood
Lara Kendall
Margaret
Newton
Martin
Maury City
McKenzie
Milan
Newbern
Paris
South Fulton
South
Gibson
County
Spring Hill
Trenton
Trimble
Union City
W G Rhea
West Carroll
Yorkville

South
Central
Bel Aire
Broadview
Cascade
Centerville
Clark
Memorial
Collinwood
Community
Cowan
David
Crockett
Decherd
Eakin
East Coffee
East Hickman
Intermediate
3-5
East Lincoln
East Side
Ethridge
Franklin
Hickerson
Highland Park
Hillsboro
Ingram Sowell
J E Woodard
J E Woody
J. Brown
J. R. Baker
Jack T Farrar
Johnson
Lawrenceburg
Public
Learning Way
Leoma
Liberty
Liberty
Linden
Lobelville
Lynchburg
Marshall
Marvin Wright
Moore
New Prospect
New Union
North Coffee
North Lake
Oak Grove
Pulaski
Richland
Riverside
Robert E Lee
Rock Creek
Sewanee
South
Lawrence
South Side
Southside
Spring Hill
Thomas
Magnet
Waynesboro
Westhills
Westwood
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Southeast
Allen
Alpine Crest
Apison
Arnold Memorial
Barger Academy
Benton
Bess T Shepherd
Big Ridge
Blythe-Bower
Calhoun
Calvin Donaldson
Environmental
Science Academy
Charleston
Chattanooga School
for The Liberal Arts
City Park
Clifton Hills
Daisy
DuPont
E.L. Ross
East Brainerd
East Lake
East Ridge
East Side
Englewood
Frazier
G.R. Stuart
Graysville
Griffith
Hardy
Harrison
Hillcrest
Hixson
Hopewell
Ingleside
Jasper
Lakeside Academy
Lookout Mountain
Lookout Valley
Mayfield
McConnell
Meigs North
Meigs South
Michigan Avenue
Middle Valley
Nolan
North City
North
North Hamilton
Oak Grove
Orchard Knob
Palmer
Park View
Pelham
Red Bank
Rhea Central
Riceville
Rivermont
Snow Hill
Soddy
South Pittsburg
South Polk
Spring City
Spring Creek
Swiss Memorial

Southwest
Adamsville
Alexander
Alton
Altruria
Andrew Jackson
Arlington
Atoka
Aurora Collegiate
Academy
Austin Peay
Bailey Station
Bargerton
Bartlett
Bethel Springs
Bolivar
Bon Lin
Brighton
BuckleyCarpenter
Charjean
Collierville
Corning
Achievement
Crestview
Crosswind
Denmark
Dogwood
Donelson
Drummonds
E.A. Harold
East Chester
East
East Hardin
East Side
Ellendale
Farmington
Georgian Hills
Achievement
Halls
Haywood
Hickory Ridge
Hornsby
Isaac Lane
Technology
Magnet
Jacks Creek
Jackson
Keystone
La Grange
Moscow
Lakeland
Libertas School
Lincoln
Memphis
Scholars
Caldwell-Guthrie
Memphis School
of Excellence
Michie
Millington
Munford
Northside
Oak
Oakland
Oakshire
Parris South

Upper
Cumberland
Algood
Auburn
Bobby Ray
Memorial
Bon De Croft
Burks
Cane Creek
Capshaw
Carthage
Cassville
Cecil B Rigsby
Centertown
Central
Cornerstone
Crab Orchard
Defeated
Dekalb West
Dibrell
Dodson Branch
Doyle
East Side
Fairlane
Findlay
Forks River
Frank P. Brown
Gainesboro
Hermitage
Springs
Hickory Creek
School
Hilham
Homestead
Irving College
Jere Whitson
Lafayette
Mary V Wheeler
Morrison
New Middleton
North
Cumberland
Northeast
Northfield
Northside
Park View
Pickett County
Pine Haven
Pine View
Pleasant Hill
Prescott South
Rickman
Short Mountain
Smithville
Spencer
Sycamore
Trousdale Co
West
Westside
Wilson
Woodland
Woodland Park

East
Tennessee

First
Tennessee

MidCumberland

Northshore
Northview
Norwood
Oneida
Petros Joyner
Philadelphia
Pi Beta Phi
Piedmont
Pittman Center
Pleasant Ridge
Pond Gap
Porter
Powell
Powell Valley
Prospect
Ridge View
Robbins
Rockford
Rocky Hill
Rural Vale
Sam Houston
Sarah Moore
Greene Magnet
Technology
Academy
Sequoyah
Shannondale
Sharps Chapel
South Clinton
South Knox
Springdale
Steekee
Sterchi
Sweetwater
Talbott
Tazwell – New
Tazwell
Tellico Plains
Tennessee
Elementary
School for the
Deaf
Townsend
Union City
Union Grove
Valley View
Vonore
Walland
Wearwood
West Haven
West Hills
West View
White Oak
Willow Brook
Woodland
Wynn Habersham

Mountain
View
Mt. Carmel
Nolachuckey
North Side
Northwest
Ottway
Parrotsville
Ridgeview
Roan Creek
Rock Creek
Russellville
South Central
South Side
St. Clair
Sulphur
Springs
Surgoinsville
Temple Hill
Towne Acres
Tusculum
View
Unicoi
Union Heights
Valley Forge
West
Whitesburg
Witt

Hattie Cotton
Haywood
Henry C.
Maxwell
Heritage
Hermitage
Hickman
Homer Pittard
Campus
Hunters Bend
Ida B. Wells
Indian Lake
Inglewood
J W Wiseman
J. E. Moss
Jack Anderson
Jo Byrns
Joelton
John B. Whitsitt
John Colemon
John Pittard
Johnson
Julia Green
Kenrose
Kenwood
Kingston
Springs
Kittrell
Krisle
Lakeview
Lascassas
LaVergne Lake
Liberty
Lockeland
Longview
Madison Creek
May Werthan
Shayne
McEwen
McFadden
School of
Excellence
McGavock
Mill Creek
Millersville
Minglewood
Mitchell-Neilson
Montgomery
Central
Moore
Moore Magnet
Mt. Juliet
Mt. View
Nannie Berry
Nolensville
Norman Binkley
Norman Smith
North Stewart
North Sumner
Northeast
Oak View
Oakmont
Old Center
Paragon Mills
Pegram
Pennington
Percy Priest
Pisgah
Pleasant View
Portland
Gateview
Reeves-Rogers
Robert E. Lillard
Robert F.
Woodall
Rock Springs
Rockvale
Rosebank
Roy L Waldron
Ruby Major

Northwest

South
Central

Southeast
Taylor
Thrasher
Valley View
Wallace A. Smith
Waterville
Community
Westside
Westview
Wolftever Creek
Woodmore
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Southwest
Paul G. Caywood
Pin Oak
Power Center
Academy
Ramer
Ripley
Rivercrest
Rozelle
Scotts Hill
Sea Isle
Selmer
Shady Grove
South
South Haven
South Side
Southwest
Sycamore
Tara Oaks
Thelma Barker
Toone
Treadwell
Vollentine
W. Chester
Elementar
West Hardin
Westover
Westwood
Whitney
Achievement
Winridge

Upper
Cumberland

East
Tennessee

First
Tennessee

MidCumberland

Northwest

South
Central

Rutland
Sango
Shwab
Smith Springs
Smyrna
Springdale
Stanford
Station Camp
Stewarts Creek
Stewartsboro
Stoner Creek
Sylvan Park
Tennessee
Ridge
Tom Joy
Trinity
Tulip Grove
Tusculum
Vanleer
Vena Stuart
W A Wright
Walnut Grove
Walter Hill
Walton Ferry
Watertown
Waverly
WaverlyBelmont
West Cheatham
West Creek
West
Westmeade
Westmoreland
Westside
Westwood
White Bluff
White House
Heritage
Wilson
Winstead
Woodlawn
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Southeast

Southwest

Upper
Cumberland
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